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ABSTRACT This paper examines a case of accounting education change in the context of increased
interest in ethical, social, and environmental accountability, presenting a reflexive case study of a
new university accounting subject incorporating social and critical perspectives. Foundational
pedagogical principles and key aspects of curriculum are outlined. The pedagogy draws on the
integration of humanistic and formative education (principally based on Gramscian and Freirean
approaches) and deep and elaborative learning. Two key aspects of curriculum and pedagogy are
analysed. First, a curriculum based on a broad conception of accounting and accountability as
power-laden social processes, drawing on a range of research literature. Second, the adoption of
an authentic, supportive, and collegial team teaching approach. Students’ feedback relating to
identified issues is presented. The paper contributes to the renewal of the social and ethical worth
of accounting education, concluding that deep accounting educational change encompasses both
the content and practice of classroom activity and changes in the self-consciousness of staff and
students.
KEY WORDS: Social accounting, critical accounting, team teaching, social construction,
humanistic education, deep learning
1. Introduction
Calls for deep reform to accounting and accounting education have again become promi-
nent in the post-Enron environment (e.g. Amernic and Craig, 2004; Boyce, 2004;
Williams, 2004; Mayper, Pavur, Merino and Hoops, 2005; Humphrey, 2005; Ravenscroft
and Williams, 2004; 2005; Horniachek, 2008). These renewed calls stand against a long-
standing and high-profile ‘official’ accounting education reform agenda and numerous
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‘clarion calls’ for reform over many years. Despite consistent and ongoing calls for reform,
there has been little in the way of systemic change, and traditional approaches to account-
ing education continue to dominate (Merino 2006). The Bedford Committee (Bedford
et al., 1986) and the Accounting Education Change Commission (1990) in the USA,
and the Mathews Committee in Australia (Review Committee of the Accounting Disci-
pline in Higher Education 1990) directed attention to the need for a ‘revolution in account-
ing education‘ (Bedford et al., 1986), but to the extent that reform has happened, it has
generally been reactive and driven by perceived changing needs of the profession and
of the labour market more generally (c.f. Guthrie, 2010).
To some degree, the lack of durable progress in accounting education is reflective of
business disciplines more broadly. For instance, following the Enron and WorldCom scan-
dals, there was an initial flurry to infuse ethics and social responsibility into business school
programmes in the USA, but ‘as the Enron fervor died down, so did these efforts’ and most
of these reforms have been subsequently wound back (Middleton, 2010, p. 32). In account-
ing, there remains a perception that professional body accreditation necessitates the dom-
inance of an expanding array of technical skills and highly-structured knowledge based
around proliferating regulatory requirements (Gray and Collison, 2002, p. 817).
In this context, many debates over accounting education reform ‘are rarely debates at
all’ (Gray and Collison, 2002, p. 827) because they fail to challenge the traditional
tenets of the discipline and continue to prioritise the perceived technical needs of pro-
fessional practice. Unsurprisingly, the desire to produce more rounded graduates with a
much broader range of general skills has largely been sidelined (notwithstanding a
number of successful individual efforts) and even moves to accept students from more
diverse backgrounds into accounting studies have resulted in little practical change
(Andon, Chong and Roebuck, 2010).
Questionable corporate ethical practices and major economic and financial scandals
accentuate concerns that accounting education may serve to ethically ‘cripple‘ our stu-
dents (Tinker and Gray 2003, p. 728; see also Gray, Bebbington and McPhail, 1994;
McPhail, 2001), in part because of ‘. . . a series of major structural impediments that
make innovation more difficult’, related both to the pressures under which universities
operate and the perception that the traditional technical content still constitutes the sub-
stance of accounting. An observed general lack of progress led Owen (2005) to argue
that accounting educators and students must both challenge the tenets of accounting and
incorporate a broad set of values oriented around community and ethics. Despite this
pressing need, Owen lamented the capture by business of the teaching agenda in account-
ing, with a curriculum that reflects a narrow set of interests substantially grounded in the
elevation of private property rights and the vested interests of the accounting profession.
There continues to be insufficient recognition of the depth of accounting’s complicity in
creating the environment from which corporate scandals have emerged (c.f. Leung and
Cooper, 2003; Tinker and Carter, 2003; Doost and Fishman, 2004; Tinker, 2004;
Williams, 2004; Ravenscroft and Williams, 2005; Young, 2005).
Although it is recognised that effective change requires a broad systemic reform effort,
the focus of this paper is a localised effort at accounting education change in a large
accounting and finance department in one Australian university. The paper outlines and
analyses the first offering of a newly-developed subject designed to examine the
socially-constructed nature of accounting and to engage with social and critical perspec-
tives. We provide insight into the practice of social and critical accounting education not as
an add-on or supplement to existing programmes, but as an alternative way to examine
accounting in the higher education setting. This draws on the contemporary context of
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accounting’s socio-political influence via interactions with a range of social, environ-
mental, and political phenomena, which is as important as its economic functionality.
This paper is a reflexive case study which analyses how a group of academics have
sought to enact accounting education reform at a local level, drawing on regular inter-
actions and collective reflections of the teaching team during the development and first
offering of the subject. Overall, the paper seeks to contribute to the renewal of accounting
education and practice through an illustrative, exploratory case study (c.f. Scapens, 1990)
of the expansion of student and staff horizons via social and critical accounting education.
Although environmental accounting has had some exposure in the extant literature, there is
little consideration of broader social and critical perspectives from an educational
perspective.
To contextualise the work, the next section provides an outline of the context of
accounting education in the ‘noughties’ decade (2001–2010), setting the scene faced by
the teaching team, describing the background to the introduction of the subject, and its
broad aims. Section 3 then outlines two underpinning pedagogical principles. The first
drew broadly on a Gramscian approach to integrate the humanistic and formative elements
of education. The second emphasised deep and elaborative learning approaches and out-
comes to encourage students to make sense of their learning, to determine inter-relation-
ships, and to apply underlying principles to their study of accounting in a social context.
The blending of deep learning with Gramscian insights about formative and humanistic
education is a unique element of the approach adopted.
Building on these underlying pedagogical principles, sections 4 and 5 examine broad
practical elements of the curriculum and pedagogy applied. First is the curriculum
design, including an underlying social constructionist perspective on accounting (which
formed a thematic flow for the entire subject), and the use of research literature to fulfil
the function normally occupied by a prescribed textbook. The second is the use of team
teaching as the core teaching approach: a team of four staff collaborated on all aspects
of the subject. Although team teaching has been mentioned in the accounting education
literature, there is little evidence of its authentic application in a real-time classroom
environment. We make an important case for the use of this approach.
Although the focus of our analysis is not on students’ feedback as such, the students’
understanding of ‘social and critical perspectives on accounting’ is important. Therefore,
feedback obtained from students at the end of the semester is incorporated into each area of
discussion in sections 4 and 5. We conclude with overall reflections and observations in
section 6, including a reflective critical analysis of our work and an outline of the impli-
cations of the project for integrating critical and social perspectives into accounting
education.
2. The Present Context of Accounting Education
In the contemporary global environment, a key role claimed for accounting and accounting
education is in developing business accountability and responsibility in the public interest
(see ACCA, 2005, for example).1 The recognition of the economic, social, and ethical
impacts of business and associated accounting activity within this environment presents
new challenges for accounting education. Although there have been many efforts in
recent years to address the ongoing accounting education reform agenda centred on the
need for a broad knowledge base and the development of a wide range of critical and
analytical skills (Bedford et al., 1986; Accounting Education Change Commission,
1990; Review Committee of the Accounting Discipline in Higher Education, 1990;
IFAC, 1994), the mainstream in accounting research and education continues to reflect
Expanding the Horizons of Accounting Education 49
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a decontextualised, technicist and positivist approach (Humphrey, 2005; Ravenscroft and
Williams, 2005; Merino, 2006).
More than a quarter of a century after the internationally-recognised Bedford Commit-
tee report and the subsequent formation of the Accounting Education Change Commission
in the USA, there are renewed calls for action to meet the challenges facing accounting
higher education (Guthrie, 2010). Humphrey suggests that ‘[s]erious academic attention
[must] be devoted to the education of professional accountants’ and that ‘the pursuit of
change needs to be handled in a sophisticated, and potentially incremental, fashion’
(2005, pp. 347–348). Educators must be prepared to step outside the dominant managerial
perspective to question and challenge the tenets of contemporary business (Ravenscroft
and Williams, 2004; Owen, 2005). Stepping ‘outside the circle’ (Boyce, 2004) of conven-
tional accounting can prepare students for action in the world within and beyond business,
complementing technical proficiency in accounting with historical, social, political, and
international knowledge of accounting and its effects. This necessarily includes the devel-
opment of an understanding of ‘the relation of accounting to the mundane activities,
language, and interactions of daily life . . . and how these relate to the larger social
system’ (Boyce, 2004, p. 581). The resultant blend of technical competence with an under-
standing of the socio-political significance as well as the cultural and social breadth of
accounting not only produces well-rounded and versatile graduates, but also serves the
economic interests of students. These are skills that are highly valued by employers and
which can result in high salary prospects but which are often lacking in accounting gradu-
ates (see Tinker and Gray, 2003).
2.1. Beyond the ‘Professional Accounting’ Core Sequence
Academic control over key elements of teaching and learning is ‘crucial to the long-term
health of universities’ (Aronowitz, 2000, p. 34) but the contemporary environment is
characterised by systematic and sustained moves to diminish academic influence and to
embed corporatist and managerialist approaches (Boyce, 2002; Parker, 2002; Saravana-
muthu and Tinker, 2002; Christensen, 2004; Saravanamuthu and Filling, 2004). Despite
the strength of these disempowering moves, opportunities for resistance remain
(Anderson, 2006) and many aspects of the conduct of teaching remain in the hands of
lecturers.
Academics retain considerable influence over setting course and subject structure, syl-
labus and curriculum design, selection of texts and materials, and implementation of
teaching and assessment strategies including the setting and assessment of students’
work (Boyce, 2004). The achievement of meaningful action in these areas, however,
requires both individual and collective effort to:
. . . direct things that individuals can do to change, rather than reinforce, the status quo . . .
expose students to a wide range of material and perspectives . . . Stimulate students and do
not just replicate the approaches of conventional, standard accounting textbooks. . . Collec-
tively, individual academics can also achieve much—working through formal and informal
networks . . . experimentation and the expression of new thoughts and ideas. (Humphrey,
2005, p. 348)
A number of university departments have developed specialist subjects and topics,
especially in the area of environmental and/or sustainability accounting, with varying
degrees of success (see Gibson, 1997; Bebbington, 1995; 1997; Grinnell and Hunt,
2000; Coulson and Thomson, 2006; Hazelton and Haigh, 2010; Kemp, 2010; Lodhia,
2010). The subject which we developed was intended to change the way learners and
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teachers looked at and experienced accounting rather than merely to add a new accounting
subject.
2.2. Developing a New Subject
Against the background outlined above and a shared post-Enron recognition of the need to
renew accounting education, a group of staff members in the Macquarie University
(Sydney) Accounting and Finance Department2 proposed a new third-year elective
subject in ‘Social and Critical Perspectives on Accounting’. This was a four credit-
point, one-semester subject offered as part of a standard three-year 68-credit-point under-
graduate degree.
Drawing on the academic discourse that challenges the idea that accounting (including
research and education) can be abstracted from its social context (see Moore, 1991;
Roslender and Dillard, 2003), the subject sought to redress the vocationally-oriented
imbalance of traditional accounting education (and of many reform proposals). It drew
on a body of research that incorporates socially-critical perspectives and explores the
socio-historical knowledge of the functioning of accounting (see Preston, 1992; Boyce,
1999; 2002; 2004). The teaching team aimed to ensure that essential components of the
subject were used in a way that made the technical content of accounting (mainly
gained from prior studies and other subjects) relevant (Saravanamuthu, 2004). Thus,
rather than merely adding to the stock of accounting knowledge within a broadly tra-
ditional frame, the adoption of a social and critical perspective was intended to allow stu-
dents to see a different perspective on accounting that could be applied across a broad
spectrum.
This was the Department’s first major attempt to address the realm of ‘accounting
studies’ in its teaching program and to incorporate a critique of accounting itself. It was
accepted that development of knowledge, understanding, and skills in this area was valu-
able both for those students who seek future employment in accounting and for the large
but often unrecognised group of students who wish to undertake major studies in account-
ing but may not wish to complete a ‘professional accounting’ sequence leading to eligi-
bility for membership of an organised accounting body.3 The Department aimed to
expand the horizons of academic learning with the introduction of this new subject.
Although accounting may contain many possibilities for emancipatory practice, it still
tends to produce one-sided constructions of reality that serve narrow and particular social
and economic interests (Tinker, 1985; Richardson, 1987; Tinker, 1991; Chua, 1996;
Catchpowle, Cooper and Wright, 2004). Central to the aims of the subject was a consider-
ation of how accounting is implicated in social power relations and how it interrelates with
‘government’, in a broad sense.
A secondary emphasis was the development of students’ generic skills, especially
higher-level critical thinking and analysis, and communication skills. This reflected a
wider concern both in the institutional environment (a key element of the teaching and
learning plan of the university) and the professional environment (a prominent part of
accreditation requirements for university accounting degrees and accounting education
reform blueprints—e.g. see Accounting Education Change Commission, 1990; ASCPA
and ICAA, 1996). Thus, the aim of the teaching team was to develop critical skills
beyond the notion of routinised or instrumental knowledge, developing the intellectual
capacities of students in examining, pondering, wondering, theorising, criticising, and
imagining alternatives in critical and creative ways (Aronowitz and Giroux, 1993).
In order to make the subject available to a wide student group, prerequisite prior studies
were kept to a minimum: a clear pass in any first-year accounting subject and sufficient
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study credit points that meant students were in their third year of studies.4 With this back-
ground, it was expected that students would be familiar with the conventional view of
accounting as an economic phenomenon, and be capable of examining accounting as a
social, ethical, cultural, and political phenomenon. It was hoped that students would
develop the ability to articulate clearly a range of views, ideas, concepts, and perspectives
about accounting and its effects as well as their own personal and collective positions on
these issues. Taken together, these elements implied a critical consideration of the
received notions of accounting with which students were already familiar (see Chua,
1998; Merino, 1998; Craig, Clarke and Amernic, 1999).
3. Foundational Pedagogical Principles
Gray and Collison (2002, pp. 812–813) identified ‘widespread disquiet about the current
state of accounting education in universities . . . by academics, professionals and employ-
ers alike . . .’, suggesting that a major revision of accounting degrees was necessary if
accounting was to retain the status of a profession. They identified three broad areas of
concern in relation to accounting education:
(1) an over-emphasis on rote and shallow forms of learning;
(2) insufficient attention to the development of intellectual, ethical, reflective, and critical
capacities in students; and
(3) inappropriate preparation for future employment.
Gray and Collison suggested that this situation produced graduates who unquestioningly
and unknowingly reproduce the given state of affairs without any critical engagement with
the moral and social choices that underlie accounting practice. These criticisms were not
new. From her overview of more than 100 years of accounting education reform, Merino
(2006) found that a constancy of criticism of the overemphasis on technical knowledge
within the accounting curriculum had failed to produce any meaningful change in the
delivery of accounting courses.
Whilst recognising that it is not possible to reform accounting education from within a
single subject alone, we sought to develop a foundation from which to address each of the
deficiencies identified by Gray and Collison. Our aim was to challenge traditional ways of
thinking about the nature and role of accounting in society, and to illuminate its socio-
political dimensions. The explicit adoption of a social and critical perspective meant
that the values and assumptions underlying accounting would be problematised and that
accounting itself would be viewed as an ethically, socially, environmentally, culturally,
and politically charged practice, offering a basis from which the ‘social obligation’ of
accountants and accounting subjects (Merino, 2006) could be recognised and recovered.
These considerations were distilled into two key principles that provided a foundation
for curriculum and pedagogy in the subject:
(1) the integration of humanistic and formative education; and
(2) teaching strategies to encourage deep and elaborative learning on the part of students.
3.1. Integrating Humanistic and Formative Education
In designing the subject and its individual elements, the teaching team drew on the Grams-
cian notion of a balanced humanistic and formative education that seeks to develop prac-
tical skills and knowledge through an examination and critique of actual life problems and
52 G. Boyce et al.
D
ow
nl
oa
de
d 
by
 [D
ea
kin
 U
niv
ers
ity
 L
ibr
ary
] a
t 1
7:0
1 1
9 J
uly
 20
12
 
circumstances. Gramsci (1971) recognised a fundamental distinction between being
informed and being educated, advocating that the traditional distinction between classical
humanistic education, on the one hand, and vocational or professional education, on the
other hand, should be broken down. His suggested approach to education was ‘formative,
while being ‘instructive’’ (Giroux, 1988, p. 200, emphasis added), and provided an inte-
grated preparation for manual/practical and intellectual/critical work (Gramsci, 1971,
p. 27 et seq.; see also Boyce, 2004; 2008). Gramsci rejected adulation of the immediacy
of human needs and ‘mere factuality’ in favour of a disciplined approach to learning
important basic skills and knowledge within defined boundaries. He emphasised the
need to concurrently develop ‘. . . the fundamental power to think and ability to find
one’s way in life’ (Gramsci, 1971, p. 26).
In practical terms, the Gramscian approach produces a ‘fusion between the academic
and the technical’, integrating theory and practice, consciousness and action (Mayo,
2008, p. 427). Although many of Gramsci’s reflections on education were directed at sec-
ondary schooling, their application is especially relevant in the contemporary context of
adult education (Giroux, 1988: Ch 15; Coben, 1998; Mayo, 1999; Borg, Buttigieg and
Mayo, 2002; Mayo, 2008).
In the specific domain of accounting education, there is every reason to think that it is
possible to combine the provision of “the wherewithal to undertake gainful and ‘productive’
employment” with the development of ‘a civilized and just society [through] the develop-
ment of well-read, thoughtful, scholarly individuals with a well-developed capacity for
independent critical thought’ (Gray and Collison, 2002, p. 799). The latter, though, necess-
arily requires a ‘capacity to challenge all ‘totalizing’ tendencies and to resist [the] indoctri-
nation and repression’ (Gray and Collison, 2002, p. 808) that typifies contemporary
accounting education (Ravenscroft and Williams, 2004). Gray and Collison emphasise
that educators must make ‘explicit choices’ to encourage students to consider (and accept
if they wish) ‘fundamental challenges to the current state of received wisdom’ (p. 809).
Building on the aim to integrate humanistic and formative education, in designing the
subject the team took the view that accounting education—as education generally—should
be conceived as preparing students for economic and social life. This approach stood in
contrast to both traditional curricula and the mainstream accounting education reform
agenda that have largely remained rooted in the assumption that university education is
about preparation for working life. The vocational approach—traditional or reformist—
is doubly flawed because it not only denies students wider educational opportunities but
it is also based on a mistaken assumption that the future vocation of accounting students
will centre on professional accounting careers, whereas it is now known that large numbers
of accounting graduates face a quite different future in varied jobs and sometimes multiple
careers (Tinker and Koutsoumadi, 1997, 1998; Cooper and Tinker, 1998; Boyce, 2004).
It is recognised that education—relating to the development of the whole person—as
opposed to the lesser remit of vocationally-oriented training is difficult to achieve in
accounting because professional body accreditation requirements may be regarded as
naturally leading to a relatively narrow vocational approach. However, in looking
beyond the ‘professional accounting’ core sequence in planning the subject curriculum,
the approach adopted by the teaching team was broadly consistent with, and informed
by, the view of education that seeks to balance humanistic, formative and vocational
elements. Extension beyond preparation for the world of work is regarded as an obligation
of educators as this approach aims to prepare students for both manual/practical and intel-
lectual/theoretical work (see Gramsci, 1971, p. 27 et seq.). Viewing education as prep-
aration for economic and social life results in a more rounded and socially focused
problematisation of pervasive ideas of the times, and provides avenues for social and
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professional critique and for questioning received understandings of phenomena such as
accounting and their social context (see Neimark, 1996; Craig et al., 1999; Young,
2005; Mayper et al., 2005). The associated provision of a space for active difference,
debate, contestation and dissent becomes an important aspect of preparing students for
full participation in democratic social and political life (see Newman, 1996; Craig
et al., 1999; Aronowitz, 2000; Gray and Collison, 2002; Boyce, 2004; Saravanamuthu,
2004). This broader perspective on education requires a deliberate mind-shift on the
part of teachers and students who operate within an accounting education system that
largely serves to ‘indoctrinate, pacify and cripple ethically our students’ (Tinker and
Gray, 2003, p. 728).
This broad approach is not dissimilar to the model of accounting education envisaged by
‘progressive’ reformers whose calls have been heard for over a century. Merino’s (2006)
study of the history of accounting education reform movements in the USA, for example,
shows how in the early twentieth century the Progressive educational reform movement
‘emphasised flexibility, creativity, and critical thinking, coupled with an understanding
of the social obligations of professions’ and that ‘Progressive accounting practitioners
echoed this call’ (Merino, 2006, p. 364, emphasis added). These reform calls fell on
deaf ears as accounting educators and university administrators promoted technical edu-
cation oriented towards professional examinations. Accounting textbooks narrowed in
scope, curricula became more technically-oriented, and the narrowing effects of market
discourse magnified over time. This evolution suppressed, but did not resolve, the
tension between, on the one hand, the market forces and the self-interested behaviour
they promote and, on the other, professionalism with its claims of concern for social
impacts and advancing the public good (see also Parker, 2001; Giroux, 2003).
As noted earlier in the paper, the current accreditation requirements and educational frame-
works of the contemporary accounting profession also echo much of the rhetoric of broader
education, emphasising the importance of broad ‘generic skills’ including analytical and criti-
cal thinking skills, judgement and synthesis skills, personal and interpersonal skills, manage-
ment and organisational skills, and the ability to apply these skills in a range of unique
situations (see Bedford et al., 1986; Accounting Education Change Commission, 1990;
Review Committee of the Accounting Discipline in Higher Education, 1990; Boyce, Wil-
liams, Kelly and Yee, 2001; Parker, 2001; Howieson, 2003; Boyce, 2004; Merino, 2006).
It is also consistent with (although not developed from) more recent developments such as
The Principles for Responsible Management Education (UN Global Compact, 2007; 2008b):5
Purpose: We will develop the capabilities of students to be future generators of sustainable
value for business and society at large and to work for an inclusive and sustainable global
economy.
Values: We will incorporate into our academic activities and curricula the values of global
social responsibility as portrayed in international initiatives such as the United Nations
Global Compact.
Method: We will create educational frameworks, materials, processes and environments that
enable effective learning experiences for responsible leadership. (See UN Global Compact,
2007, Principles 1–3)
Although the meaning and application of the Principles is open to interpretation (and
critique—see footnote 5), we interpreted them through a Gramscian framework where
‘The entire function of educating and forming the new generations ceases to be private
and becomes public . . .’ (Gramsci, 1971, p. 30). Thus, we saw the development of
social and critical perspectives on accounting as working in opposition to current
54 G. Boyce et al.
D
ow
nl
oa
de
d 
by
 [D
ea
kin
 U
niv
ers
ity
 L
ibr
ary
] a
t 1
7:0
1 1
9 J
uly
 20
12
 
tendencies for education to move from a public to a private good where the discourse of
the market and the corporate world dominates (Giroux, 2002; Merino, 2006), and the per-
vasiveness of consumer culture buttresses vocationalism in the preferences of students
who may (initially at least) think non-vocational perspectives are ‘irrelevant’ (Hazelton
and Haigh, 2010). To counter these tendencies, we recognised and encouraged an under-
standing that the pursuit of relevance for accounting and management education need not:
. . . overlook or reject traditions and moralities that emphasize education as an object of faith
and beauty and its connection to humanity and human identities . . . education and research can
be . . . organized to provide grace, meaning, delicacy, and elegance to human life, not because
those attributes can be shown to yield competitive advantage but because they are basic
elements of an educational faith. (Augier and March, 2007, pp. 141–142)
As Augier and March (2007, p. 143) imply, most problems in management (and, by
extensions, accounting) relate to ‘dilemmas of life and their human resolution’.
3.2. Deep and Elaborative Learning
The teaching team understood that teaching and learning in universities does influence
both students’ content knowledge and their values, beliefs, and priorities (see Boyce,
2002; Gentile and Samuelson 2003; Boyce 2008; Low, Davey and Hooper, 2008), but
the nature and extent of that influence is contingent. The design and implementation of
the curriculum required efforts to overcome the acknowledged traditional preferences of
students who choose to study accounting that are manifested in shallow and surface learn-
ing approaches (Blundell and Booth 1988; Booth and Winzar, 1993; Gow, Kember and
Cooper, 1994; Booth, Luckett and Mladenovic, 1999; Kovar, Ott and Fisher, 2003;
Briggs, Copeland and Haynes, 2007; Andon et al., 2010).
The twin overall learning objectives of the subject, viz. understanding accounting as
socially-constructed and used in socially, ethically, culturally, and politically charged con-
texts; and developing higher-order generic and critical skills, required deep learning on the
part of students. Deep learning is characterised by an inherent quest for sense- and
meaning-making, contrasting with shallow learning approaches which are characterised
by memorisation or reproduction of content (Marton and Sa¨ljo¨, 1976a; 1976b; Lucas,
1996; Boyce et al., 2001). Successful deep learning strategies involve relating ideas to
experience, distinguishing evidence from argument, identifying patterns and principles,
understanding inter-relationships between different areas of knowledge, and applying
principles to new situations, while shallow learning typically involves acquisition, rote
memorisation, and reproduction of individual facts that are not incorporated into inte-
grated knowledge sets (Lucas, 2001). Rote-learning-like strategies based around fact
retention and methodical study can aid meaningful learning but only when they are
enhanced with deep learning approaches that involve critical evaluation, conceptual
organisation of material, the capacity to compare and contrast information studied, and
elaborative approaches that translate new information into already-understood terminol-
ogy, generating concrete examples from existing experience, and the application of new
information to lived experience (see Schmeck, 1983; Boyce et al., 2001).
It is important to recognise that different approaches to learning ‘do not constitute a
characteristic of the student but are, rather, a response to the student’s perception of the
context within which teaching and learning takes place’ (Lucas, 2001, p. 162). Therefore,
careful curriculum design and meaningfully constructed learning environments can
change the way in which students approach their learning (Boyce et al., 2001; English,
Luckett and Mladenovic, 2004; Hall, Ramsay and Raven, 2004). Specifically, deep and
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elaborative learning approaches can be encouraged even if students are not predisposed to
them (see Lucas, 1996; Boyce et al., 2001; Lucas, 2001). The pedagogical focus must be
on ‘generating appropriate attitudes, including tolerance for uncertainty and ambiguity;
willingness to deal with complexity and confusion, acceptance of conflicting information,
[and the] courage to take risks . . .’ (Boyce et al., 2001, p. 54).
Whilst these issues must be addressed at the program level (that is, across students’ entire
degree programs), the focus in the present study is on the area where there is the most
immediate potential impact—the ‘micro perspective’ that focuses on actions and activities
in specific classroom teaching and learning engagements (Boyce et al., 2001, p. 43). Peda-
gogical practices and assessment strategies, taken holistically, can facilitate disciplinary
understanding and improvement in a range of generic skills because they inherently
involve ‘active learning’ which promotes the search for meaning and understanding,
encourages greater student responsibility for learning, develops skills as well as knowledge,
and looks beyond graduation to wider career and social settings (Lucas, 1997).
Figure 1 provides a diagrammatic summary of the above discussion in terms of the key
influences on curriculum design, pedagogy, and assessment in the subject. Design, devel-
opment and implementation sought to integrate humanistic, formative, and vocational
elements of education, extending beyond the constrained goal of preparation for labour-
market participation in particular kinds of accounting work. The overriding intention
was to impart knowledge about the social functioning of accounting while inculcating a
set of skills that is a precursor to future participation in democratic social and political
life, in addition to economic life (see Newman, 1996; Craig et al., 1999; Aronowitz,
2000; Gray and Collison, 2002; Boyce, 2004; 2008).
Building on the above considerations, the next two sections of the paper outline the
broad elements of the pedagogy adopted (that is, the curriculum and the teaching
approach):
(1) The curriculum centred on a broader conception of accounting and accountability
which necessitated the employment of accounting and related research literature
rather than the more conventional textbook as the primary materials.
Figure 1. Curriculum and pedagogy
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(2) The adoption of a team teaching approach whereby development and delivery of the
weekly classroom agenda for learning and teaching was a product of genuinely colla-
borative interactions between members of the teaching team.6
Within each of these sections students’ feedback relating to the application of the ped-
agogical element is discussed. This feedback was obtained via an anonymous qualitative
instrument administered independently by a staff member from outside the Department in
order to minimise the possible influence of teaching staff on students’ responses. Com-
pleted feedback forms were collected and processed by the office of the Faculty Associate
Dean (Learning and Teaching) and results were returned to the teaching team after the offi-
cial release of students’ results. The questions were designed to elicit the student’s per-
spective, seeking qualitative written comments rather than typical Likert scales or yes/
no answers (the questions asked are reproduced in Appendix 1). Feedback was received
from 20 out of the 25 enrolled students.
4. Curriculum and Pedagogy 1: Curriculum Design and Resources
To achieve the broad pedagogical goals of integrating humanistic and formative education
and encouraging deep and elaborative forms of learning, it was important to ensure the
provision of sufficient opportunities for active difference, debate, contestation and
dissent. The specific aims were to overcome any sense of acquiescence and passivity on
the part of students and to obviate any tendency that may have existed within the teaching
team to take a ‘knowledge transmission’ approach to teaching.
These broad pedagogical objectives were made practical through the adoption of class-
room approaches that were, philosophically, broadly Freirean (Freire, 1996; 1998). To
ensure that accounting education (through this subject, at least) sought to prepare students
for economic and social life, we accepted the need to raise students’ awareness of the inter-
action between accounting and various real-world problems and issues that affected their
individual and collective lives (broadly speaking, this was a process of ‘conscientisation’
in Freirean terms).
Freire’s ideas have tended to be represented as advocating dialogic rather than banking
approaches to accounting education (Boyce, 2004; Thomson and Bebbington 2004; 2005;
Coulson and Thomson 2006; Bebbington, Brown, Frame and Thomson, 2007). The
banking model is to some degree a reflection of the ‘tunnel vision’ characteristic of special-
isation in a particular area (see Letterman and Dugan, 2004) and is characterised by the:
. . . act of depositing, in which the students are the depositories and the teacher is the depositor.
Instead of communicating, the teacher issues communique´s and makes deposits which the stu-
dents patiently receive, memorize, and repeat. (Freire, 1996, p. 53)
We adopted a broader approach which, whilst accepting the validity of dialogic
approaches, drew inspiration from Freire’s emphasis on the need to critique dehumanising
tendencies in contemporary society and facilitate attempts to transcend and transform
present social arrangements (McLaren and Leonard, 1993; Coben, 1998; Mayo, 1999;
Glass, 2001). We were also cognisant of the practical limits of dialogue as critical peda-
gogy (Burbules, 2000), and therefore, recognised that ‘a certain degree of instruction needs
to be imparted to render any dialogical education an informed one . . . striking a balance
between spontaneity and conscious direction’ (Mayo, 2008, p. 427).7
The translation of these commitments to the classroom situation produced an approach
that was part didactic and part dialogic, with an infusion of polemical approaches designed
to prompt discussion and debate.
Expanding the Horizons of Accounting Education 57
D
ow
nl
oa
de
d 
by
 [D
ea
kin
 U
niv
ers
ity
 L
ibr
ary
] a
t 1
7:0
1 1
9 J
uly
 20
12
 
4.1. Expanded Conception of Accounting
The teaching team adopted an expansive conception of accounting and its central role in
creating and sustaining social reality (Hines, 1988) and in the operation of socio-political
power (Tinker, 1980; Miller and O’Leary, 1987; Munro and Mouritsen, 1996). Noting
Dillard and Tinker’s (1996, p. 222) comment that ‘. . . a faculty member must critically,
logically, analytically and continually explore all aspects of the subject matter including
the theoretical base, historical and social context, technical content and societal impli-
cations’, the teaching staff felt a responsibility to develop an educational praxis that
challenged restricted mindsets.
4.1.1. Broad conception of accounting and accountability as social processes. Conventional
approaches to accounting education take a conservative approach in delineating account-
ing in exclusively financial or economic terms, involving the identification, measurement
(or calculation) and communication of economic information that re-presents what is
taken to be an objective financial and economic reality. This approach is ‘significantly
and artificially constrained’ (Gray, Owen and Adams, 1996, p. 11) and it serves an ideo-
logical function in downplaying the social and ecological impacts of both economic
activity itself and the manner for which it is accounted (Boyce, 2000).
Students were introduced to accounting as a social process, with consequent duties
involved in accountability relationships extending beyond financial reckoning to incorpor-
ate environmental, social, community, political, personal and ethical dimensions. Students
were introduced to, and asked to critique, attempts to bring social, environmental, and
other non-economic costs and benefits into the financial calculus of accounting (e.g.
Gray, Bebbington and Walters, 1993; Schaltegger and Burritt, 2000; Bebbington and
Gray, 2001). Gray et al., (1994, p. 65) note that:
. . . environmental accounting provides a particularly good opportunity to explore the extent of
accounting’s implication in social issues . . . and the moral imperatives that this implies for
accounting’s response in terms of pragmatics, ethics, public interest and professionalism . . .
(emphasis added)
Students were also asked to consider how technical processes of social and environ-
mental accounting calculus could be constructed in particular ways to support vested inter-
ests (see Boyce, 2000). This led to a critique of the capacity for accounting and associated
forms of expertise to shape the conduct of individuals and organisations, not through
compulsion but through the power of ostensible truth and rationality, and its promised
effectiveness (Miller and Rose, 1990; Robson, 1991).
Exemplars used in this subject related the theoretical and conceptual matters under con-
sideration to real-world phenomena that would be (in all likelihood) familiar to students.
This provided opportunities for students to draw on their own knowledge and experi-
ence—from within and without accounting—and to see accounting as being connected
not just to the headline-grabbing prominent financial issues of the day, but also to the
much more mundane aspects of economic and social life. In students’ feedback (gathered
in accordance with the procedures outlined earlier in the paper), we sought to discover if
students had made this connection, by asking: Did this unit develop your awareness of the
role of accounting in society? If so how? With the exception of one student who did not
answer the question, all students answered in the affirmative (95%). Seventy-five per cent
of respondents indicated that the subject content helped them see how accounting relates to
current issues while 30% indicated it made them aware of a range of non-financial issues.8
Additional explanatory comments from respondents showed how they came to see
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accounting as a broad and encompassing phenomenon. The following comments reflect
the feedback received:
Yes, it makes us understand [that] accounting is not only about numbers. . .
After the course, I have understood that accounting affects different parts of the world (e.g.
education, government and the relation to history).
After studying the unit, I am aware of some concepts of accounting roles and not just financial
terms.
. . . before taking this unit I thought of accounting as numbers and ethics only. However, this
subject has made me aware that accounting has various perspectives related to political,
ethical, social and globalisation.
These responses indicate a developing understanding of accounting as a social phenom-
enon and some integration of prior understanding of disciplinary knowledge with pre-
existing social and personal understandings.
4.1.2. Accounting as socially-constructed. Through the adoption of a broad view of
accounting and accountability, accountants came to be seen not as professionals who prac-
tise a specialist technical craft, but as part of social processes of reality construction which
at least partly reflect the context. This was important because, even though conventional
accounts of economy and society are partial and largely one-sided, such accounts are gen-
erally taken as ‘real’ by those who read and are affected by them (Hines, 1988).
Three key areas were considered in introducing the concept of social construction to stu-
dents. The first area related to the role of social, cultural, and other human factors in the
construction of knowledge (about accounting and other phenomena). Parts of Berger and
Luckmann’s classic work (1984) were used to introduce the general concept of social
construction:
It is important to keep in mind that the objectivity of the institutional world, however massive
it may appear to the individual, is a humanly produced, constructed objectivity. The process
by which the externalized products of human activity attain the character of objectivity is
objectivation. The institutional world is objectivated human activity, and so is every single
institution. In other words, despite the objectivity that marks the social world in human experi-
ence, it does not thereby acquire an ontological status apart from the human activity that pro-
duced it. The paradox [is] that man is capable of producing a world that he then experiences as
something other than a human product. . . (Berger and Luckmann, 1984, p. 78)
Noting that accounting is a human construction led to the second area of consideration:
the nature of some of the core assumptions that underlie accounting research, and the
socio-political view of accounting that emerges from a questioning of these assumptions.
For instance, the general privileging of capital and profit over labour and the environment
was considered (drawing on Tinker, 1985; Tinker and Gray, 2003; Catchpowle et al.,
2004; Ravenscroft and Williams, 2004; Gray, 2006). Students could also see that,
because social realities created through accounting are taken as being objectively and
naturally real, they have seemingly intractable social effects.
The third element considered possible alternatives to numerical representation, drawing
on Chua’s (1996) work on accounting as a monolingual language in a multilingual
world. This allowed students to see how the dominance of the ‘empirical/calculative tra-
dition’ has resulted in an unnecessarily narrow view of what accounting is and what it
could be:
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Numbers do not intrinsically enslave, they do so when numbers which appear ‘neutral’ to one
set of debates are taken to be neutral absolutely, their persuasive power is decontextualised
(both culturally and historically), their limitations as modes of representing social life are
downplayed and their dominance rules out all debates about the political ideals and values
which quantification itself expresses . . . (Chua, 1996, p. 154)
Although not seeking to ignore or downplay the importance of financial accountability, the
broader view adopted allowed the students to consider the implications of the power of
numbers and explore both alternative forms of numbers and different types of account (e.g.
narratives—Haynes, 2006). In order to nurture a developing capacity for critical and indepen-
dent thought, the manner in which narratives and discourses could themselves reinforce the
social status quo was also considered (Neu and Taylor, 1996; Christensen, 2004).
The combination of these elements prompted a questioning of taken-for-granted
assumptions. Students started to develop an understanding of the social and political sig-
nificance of accounting beyond mere financial reporting, and considered how alternatives
to dominant forms of accounting might be developed and used. In feedback obtained at the
end of the course, a number of students highlighted the importance of the theme of social
construction, including it in their list of ‘most interesting’ topics. Illustrating a capacity to
think through the broader implications of social construction, one student, for example,
emphasised the connection between:
. . . social constructionalism [sic] and globalisation and how socially constructed views are
used to shape views and manipulate situations which can have an effect/impact on a
global level.
Comments such as this provide an indication of the receptivity of students to the broad
perspective on accounting which we adopted.
4.1.3. Accounting and social power. Boyce (2004, p. 572) observes that students are
rarely given the opportunity to discover the power of accounting. Indeed, the subject of
power is almost entirely omitted from mainstream accounting:
The impact, range, and power of US corporations are global. . .. Yet the index of any account-
ing text can be scanned and one would be hard-pressed to find an entry under ‘power.’ There is
a mindless acceptance of the status quo . . . (Ravenscroft and Williams, 2004, p. 8)
By contrast, building on the expanded conception of accounting, we introduced students
to the importance of accounting as a form of social power, starting with the idea that:
The world of the critical theorist is a battleground of hegemonic interests. In this world there
are striking disparities in the distribution of power: some people have dominant power; others
have far less power; most have no power at all. This is a world torn apart by dynamics of
oppression, manipulation and coercion. (Crotty, 1998, p. 63)
We sought to critically consider where accounting fits into the picture outlined by
Crotty: specifically, accounting and its related techniques of notation, computation, calcu-
lation, and evaluation as elements of the operation of power and rule in society (Miller and
Rose, 1990). This analysis drew on research that ties social and economic injustices and
the sustaining of the system that produces these injustices to the practice of accounting
(e.g. Tinker, 1985, 1991; Arnold and Hammond, 1994; Chwastiak, 1998), Here, the
ideological role in legitimating social and political arrangements is revealed (see
Richardson, 1987; Cooper, 1995; Lehman, 1995; Neimark, 1996; Reiter, 1998).
The consideration of accounting as a constituent element in the ‘fundamental relation-
ship between political and economic forces in society’ (Miller, 1994, p. 9) and the
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associated intrinsic role of accounting in relations of domination and exploitation formed a
significant focus for some topics in the subject. At various points, students considered the
pervasiveness of accounting’s effects on: the type of world we inhabit; our social reality;
our understanding of our choices and those of organisations; the way we manage and
organise activities; and the way in which we administer our lives and those of others.
(A list of topics and resources is provided in Appendix 2.)
Recognition of the distributive and hegemonic dimensions of accounting is, however,
incomplete without acknowledging the significant role of accountants (and accounting
education, and accounting educators) in this process. This material afforded the students
with the opportunity to think about how accounting empowers those who use it; how it
instils values, legitimises actions, masks discrimination and injustice and promotes the
preferences of particular social orders (Baker and Bettner, 1997, p. 305).
4.1.3.1. Students’ feedback. To obtain formal feedback on how students reflected on
accounting as an element of social power, the end-of-semester feedback instrument
asked: Are the concepts and practices of accounting applied in [this subject] different
to those taught in other accounting units you have studied? If so, how are they different?
Results showed that students found that the concepts and practices examined were very
different to those previously studied (85% of respondents), with a range of comments
including:
. . . More concepts and practices applied here gave us the opportunities to discover the uses of
accounting in a broad way (either in a positive or a negative way). . .
Increased my awareness of accountings [sic] different roles and impacts on society, not just
economic aspects and impacts. Opened/widened my knowledge on how accounting is and
can be used by people in society to achieve their goals.
This unit has drawn a lot of attention to me regarding current social issues and problems which
[I] have never come across before. It gives a depth of understanding towards society and our
living world. . .
In response to questions about the development of their awareness of the role of
accounting in society, one student indicated that some of the material in the subject was
‘too theoretical’ and another said it was ‘hard’, but overwhelmingly students expressed
in positive terms the ‘challenging’ nature of the material that facilitated the depth of under-
standing referred to above. This feedback indicates that students found the struggle with
the subject material to be a useful learning process, reflecting positively about the oppor-
tunity to relate accounting-in-action to daily aspects of their own lives. Representative
comments included:
. . . I like these topics because they are realistic. For example, I can jump from accounting the-
ories and see how they apply in different forms.
. . . I learn [sic] more about what is ‘real accounting’—its effect on society.
It made me think back to the unit when I was watching documentaries and movies. It shows
the complex picture of why they said what they said. There is always some background.
These comments reinforce our conclusion that students were both receptive to the broad
socially-constructionist view of accounting, and, more importantly, could see—and
experience—the connection between accounting and the wider social world.
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4.2. Research Literature
The subject was structured around research literature in accounting and related areas,
partly because of the absence of a suitable stand-alone textbook that reflected the expanded
conception of accounting as being socially-constructed. In addition, textbooks often tend
towards ‘disciplinary insularity’ (Patten and Williams, 1990) and may be dominated by
illiberal, uncritical, economically rational and market-centred versions of accounting,
centred on standard and standardised practices (Clarke et al., 1999; Craig, Craig and
Amernic, 1999).9 It has also been suggested that reliance on textbooks is associated
with a limited range of teaching methods that often reflect traditional teacher-centred
didactic modes of ‘instruction’ based on formalised knowledge (Brown and Guilding,
1993b), providing few opportunities for student discussion, active learning, or liberal
and socially critical modes of education (see Preston, 1992).
The main subject content for each week built on the core notion of social construction
(drawing on Berger and Luckmann, 1984), plus two or three selected research articles
(from a range of journals) for each week. The selection of suitable readings was not a
straightforward task and it took considerable time and effort to assess potential articles
for each topic, considering:
(1) the substantive content of the article, which needed to suit the course’s aims and the
specific topic in question;
(2) the ‘background knowledge’ required of any reader, given that most students had no
prior exposure to the research literature in accounting; and
(3) the ‘pitch’ of the article, which had to be readable by a diverse student group (includ-
ing a high proportion of students for whom English was a second language) with no
prior understanding of sociological and related concepts.
The course content was not structured as a series of ‘bite-sized chunks’ that could be
easily digested and regurgitated by students. A comprehensive outline and guide was pro-
vided for each topic, assisting students to focus their reading and to promote their analysis
and critique of the materials. Questions posed in topic outlines provided a framework for
broad-ranging discussions in which students could develop their own answers, build their
own perspectives, and integrate their own experiences in relation to the range of problems
encountered. Set ‘answers’ were not provided.
4.2.1. Students’ feedback. For many of the students the presentation of different per-
spectives within the topics had been a challenging and enlightening experience because
their prior accounting studies had been substantially technicist, uncritical and largely
divorced from their own personal knowledge. Feedback responses made it clear that a pro-
portion of students found the relatively heavy program of reading required in the subject to
be quite onerous, but most attempted to ‘keep up’ and engage with the materials. The stu-
dents’ ‘struggle’ with the literature represented both their personal difficulties in grappling
with complex arguments and discussion and what, on reflection, we have come to realise
was a shortcoming in their prior accounting education.
In response to a question about how the unit could be improved, 15% of respondents
suggested fewer readings; another 15% suggested ‘easier’ readings; while 10% of students
suggested ‘summaries’ of readings should be provided. Nevertheless, most students
clearly indicated that they had been extended in beneficial ways, and had come to appreci-
ate both the expansion of their subject-knowledge and understanding on the one hand, and
the development of a range of broadly-applicable skills, on the other hand. For example,
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students were asked: What skills did you get by doing the assessment tasks in the unit?
Responses ranked improvement in writing skills as being the most significant (including
technical skills such as structure, citation and referencing, for which detailed guidance
was provided). Analytical, critical thinking, reading, and communication skills also fea-
tured prominently. Explanatory comments from students included:
Writing 4500 words was a heck of a challenge. Interesting critical analysis on three or more
papers was challenging as well.
Definitely, try to write in a proper way, not just giving concepts but also critical analysis
I learned a lot of [sic] essay writing, which I did not have to do for other units.
These comments suggest that social and critical perspectives provide an excellent forum
for generic skill development.
5.0. Curriculum and Pedagogy 2: Team Teaching
From the beginning, the notion of a single ‘expert’ teacher was avoided (c.f. Coulson and
Thomson, 2006) and the Department supported a team teaching approach which allowed
every class to be facilitated by two teachers from a team of four assigned to the subject.
This provided opportunities to draw on a synergistic mix of interests and expertise cover-
ing areas including environmental, social, critical, educational, indigenous, and crimino-
logical perspectives on accounting.
While team teaching may be approached in a number of ways, maximising the benefits
of this approach requires more than just the coordination of classes, topics, and teaching
activities. Authentic team teaching is characterised by greater collaboration and involve-
ment between colleagues (McDaniel and Colarulli, 1997), resulting in some reduction
in individual academic autonomy. However, the collective autonomy that comes to sup-
plement individualistic approaches produces stronger and better-informed teaching and
learning engagements and enhanced curricular coherence. This is, in part, because there
are opportunities for teachers to learn and teach outside their own areas of specialist
expertise.
We developed a teaching roster that provided for one staff member with particular
expertise in each topic area to be accompanied by a second staff member who may or
may not have had such expertise. Classes were organised into a one-hour interactive
seminar each Thursday and a two-hour follow-up seminar each subsequent Tuesday.
Some seminar time was used semi-didactically to introduce particular materials (e.g. sum-
maries of papers or explanations of concepts and other material not included in assigned
readings) but, even in this format, both lecturers contributed in a way which exposed stu-
dents to differing perspectives, real-world examples, and related material from other areas.
Students were also encouraged to participate actively by asking questions or offering
explanations of their own understandings.10
5.1.1. Benefits for Students. The literature on team teaching suggests that there are
several potential benefits of this approach for students. In particular, the opportunity to
receive knowledge from several ‘experts’ and to be exposed to different perspectives on
issues; and the development of critical-thinking skills, eventuating from the exposure of
students to multiple perspectives and the relationship of these to a larger conceptual frame-
work (Letterman and Dugan, 2004; Yanamandram and Noble, 2006).
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The presentation of multiple perspectives in team teaching may disadvantage some stu-
dents who experience frustration and confusion. However, this may be because a standard
‘please the teacher’ strategy (Harrigan and Vincenti, 2004) becomes unviable. The
absence of a single ‘correct’ answer to problems and questions can also prove to be unset-
tling but, interestingly, only one student made mention of this in the feedback received.
5.1.2. Students’ feedback. Students positively responded to the diversity of perspec-
tives presented. Asked: Did you like the team approach to teaching in this unit? Why,
why not?, only one student responded negatively, stating that:
The approach was different to what I am used to, at the time it felt like it was taking up too
much time and not much was getting through.
While obviously disconcerted by this approach, the student conceded that the staff
managed to ‘put their message across’. All other respondents (95%) indicated that they
found this approach interesting and worthwhile. The most common reason (cited by
40% of respondents) was that the teaching team provided different opinions and perspec-
tives. The benefits of active discussion and interaction between staff and students were
also clearly appreciated by students (30%). Some students also cited benefits in gaining
‘expertise’ from more than one lecturer. One student said the subject ‘became frightening
when the topic [was] challenging to take in’, but team teaching ‘allowed more interaction
and more learning’. As summed up by another respondent:
. . . everybody feels free to participate and give ideas in the unit.
These comments, together with the feedback reported in section 4 of the paper, suggest
that the expected benefits of team teaching outlined above were achieved.
5.1.3. Benefits for staff. Staff reflections at the end of the teaching period indicated a
number of benefits from participating in the team teaching process. First, collaboration
between the team-members and the presence of two of the team in the class room
reduced the risk of an individual team member engaging in a ‘banking’ model of education
(discussed earlier in the paper). In the classroom, staff ‘bounced’ ideas off each other as
well as the students, and the second teacher would often (politely) interject by asking ques-
tions, raising issues, providing elaborations, or contributing a different perspective. This
meant that the material being presented did not come across as unquestionable, and a
dynamic model of inquiry and questioning was actively exemplified (see Letterman and
Dugan, 2004). Each team member reported that this process not only deepened his/her
knowledge but also afforded a greater freedom to explore and to take risks within the class-
room. Spin-off benefits for students flowed from the translation of this staff approach to a
relaxed but dynamic classroom experience (Yanamandram and Noble, 2006). One student,
for example, said in the final feedback that he/she:
. . . enjoyed the unit because it is the first time to [get] closer to the lecturer when we have
classes like this. (Emphasis added.)
Active participation was facilitated by organising students into small discussion groups,
assisted and guided by roving staff members, although it remained somewhat difficult to
conduct interactive discussions at the level of the entire class, largely for reasons of stu-
dents’ cultural background and prior academic experience.
The collaborative model also obviated the normally isolated experience of teaching and
facilitated a deepening of relationships between team members (Yanamandram and Noble,
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2006). Each team member was committed not only to the subject as an important endea-
vour in his/her teaching activities, but also to the provision of a more challenging (and,
therefore, rewarding) education experience for students (see Harrigan and Vincenti,
2004). All staff worked collaboratively in the development of syllabus materials, and
all team members were prepared to submit their work to the critique of others and to
offer constructive suggestions. The pooling of knowledge and resources (Letterman and
Dugan, 2004), the constant interactions, and the willingness to contribute to others were
important in deepening the relationships among the team members.
The spreading of teaching workload implicit in the above provided natural ‘breathing
spaces’ within the teaching period, thus maintaining enthusiasm and energy. Overall,
the combination of a team of staff with differing but complementary research expertise
and an ongoing collegial process of mutual mentoring produced both an appreciation
and practise of the social context of research and teaching. This resulted in a situation
of educational praxis where teaching was informed by research in an ongoing, dynamic,
active, and reflexive way.
6.0. Conclusions: Lessons Learned, Reflections and Implications
Despite decades of attempts to reform accounting education, the expanding array of tech-
nical and regulatory requirements continues to dominate (Humphrey, 2005), and has been
magnified by the contemporary managerialist and corporatist turn within universities
(Tinker and Gray, 2003; Merino, 2006). This state of affairs comes as no surprise to
those who accept the view that ‘[i]t is not the consciousness of men that determines
their being, but, on the contrary, their social being that determines their consciousness’
(Marx, 1970). Just as accounting plays a role in the construction and maintenance of
social institutions, in its traditional forms it shapes the conceptions that educators them-
selves generally hold and reproduce in their students.
At the conclusion of the semester’s teaching, we distilled our critical reflections into
several key factors central to the success of the subject. The first key factor related to
the nature and content of the subject itself and its broader socio-political relevance. The
social and critical orientation of the subject allowed a critique of accounting and imagin-
ation of alternative possibilities for accounting. In seeking to balance the humanistic and
formative dimensions of education, we took inspiration from The Principles for Respon-
sible Management Education (UN Global Compact, 2007; 2008b), connecting accounting
with the aspiration for an ‘inclusive and sustainable global economy’. At the same time, a
broader social and environmental perspective opened up a critique of these very concepts.
This was an essential inclusion, given our understanding of knowledge as socially, histori-
cally, and contextually grounded, and our commitment to a public perspective on ‘educat-
ing and forming the new generations’ (Gramsci, 1971, p. 30).
The second key factor was collegiality amongst the teaching team, which involved the
devotion of considerable time and resources both to individual preparation and discussion
of content, teaching strategy, and assessment modes and standards. A key challenge for the
lecturer formally in charge of the course was to ensure that the team members were ros-
tered so as to best utilise their strengths whilst complementing other team members and
keeping a smooth flow to the succession of topics within the subject. The cooperation
of the team did not amount to ‘groupthink’ in any sense, because there was significant pro-
ductive challenge and critique to balance the support offered. This authentic experience of
team teaching stands in contrast to the isolated and pressurised experience that teaching
has become for many (Churchman, 2002; Parker, 2002). The fact that no staff member
was left to fend for him or herself fostered a significant level of harmony within the team.
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By utilising interdisciplinary strengths, the team teaching approach generated pro-
fessional benefits for staff which had significant spin-off benefits for students. Our reflec-
tive assessment is that the outcomes rewarded the devotion of more resources in terms of
staff time and effort, from both the Department and the individuals concerned. This stands
as a reminder that aspirations to improve the quality of learning and teaching carry
resource implications; quality is much more than a spare-time add-on.
A third factor integral to the course experience was the fact that the team members
were enthused by the opportunity to experiment with an innovative approach to teach-
ing. The prior teaching experiences (a combined total of more than 70 years) of all team
members had often been characterised by very large cohorts of students (see footnote
2) with little variation in either the method of delivery or course content. Based on stu-
dents’ feedback and staff reflections, we conclude that social and critical perspectives
are central to the development of capacities for critical thought which are vital for edu-
cated and engaged citizens. The relationship between course content and real-world,
real-life issues was integral to the encouragement and nurturing of deep and elabora-
tive learning. By drawing on lived experiences, the subject content was made
meaningful.
We accept that a singular experience of innovation will not overcome the malaise that
afflicts accounting education in many quarters (c.f. Albrecht and Sack 2000; Amernic and
Craig, 2004). However, truly active learning can only exist if education is related to life
(Gramsci, 1971). In accounting, this means that students must be given the opportunity to
develop their abilities to articulate clearly different perspectives, views, ideas, and concepts.
Ultimately, students must be equipped to develop their own personal and collective positions
on accounting issues, and to discover possibilities for activating those positions through
praxis.
Accounting education change must encompass the content and practice of classroom
activity, but it also requires change to the self-consciousness of all actors involved. This
paper shows how the development of social, critical, environmental and ethical perspec-
tives in accounting education provides an opportunity for impact. These areas are often
not given serious consideration by accounting departments, but this omission is to the det-
riment of a well-rounded education. Support for their development is required from
Accounting Department Heads, accounting faculty, professional accounting bodies, and
accreditation agencies.
As Mayper et al. (2005, p. 53) observe, ‘[w]e know that accounting impacts our every-
day life, and our duty is to have our students deliberate about the impact of accounting on
society’. Individual facts are not to be learnt merely for their ‘immediate practical or pro-
fessional end’ (Gramsci, 1971, p. 37). The ultimate ‘end’ of accounting education—as
with any process of education—is ‘the interior development of personality, the formation
of character . . .’ (Gramsci, 1971, p. 37). Whether as teachers or students, through account-
ing education we should be empowered to learn to be ourselves and to know ourselves
consciously.
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Notes
1The force of this imperative remains, even though such calls for responsible business and accounting in the
public interest may be based on very narrow conceptions of the public interest, and operate more at the
rhetorical rather than the practical level (Davids and Boyce, 2005; Boyce, 2008; Dellaportas and Daven-
port, 2008).
2Macquarie University has one of the largest university accounting and finance departments in Australia. When
the new elective subject was in its development phase in 2005, the Department taught 3,365 equivalent full-
time undergraduate and postgraduate students studying in several different degrees, including programs recog-
nised as satisfying the tertiary education entry qualifications for the major Australian professional accounting
bodies. At the time the new subject was first offered in 2006, the Department’s programmes were taught and
managed by 55 full-time staff and over 100 part-time, casual, and adjunct staff. The four authors were all
employed at Macquarie University at the time, and they formed the teaching team for the subject.
3The Department’s experience showed that, although a large number of accounting graduates seek employ-
ment in the profession, a significant proportion either do not go on to undertake professional qualification
programs and/or do not go on to employment in the accounting industry.
4Unfortunately, an apparent bureaucratic mishap led to the exclusion of this subject from published pro-
grammes. This resulted in a relatively small group of 25 students electing to take the subject (a larger
number of students were enrolled initially, but 25 students kept their enrolments current past the
‘census date’ at which they become liable for student fees, contributions, and charges (four weeks into
the semester). Most of the enrolled students had generally poor academic records reflected in a mean
Grade Point Average of just 1.14 (a Grade Point Average of 2.0 represents a clear pass average). The teach-
ing team was not deterred by the academic history of the students, instead viewing this as a challenge to
ensure that the subject content was relevant to these students and presented in such a way as to provide
them with opportunities that they may not have had previously.
5The Principles for Responsible Management Education were developed under the auspices of the United
Nations Global Compact, which ostensibly seeks to ‘align business operations and strategies everywhere
with ten universally accepted principles in the areas of human rights, labour, environment and anti-corruption’
(UN Global Compact 2008a, p. 2). The Principles are stated to be ‘a global call to transform curricula, research
and teaching methodologies on the basis of universally recognized values of sustainability, social responsibility
and good corporate citizenship’ (UN Global Compact 2008b, p. 2). We accept as valid many of the criticisms of
the Global Compact, particularly its perpetuation of problematic market doctrines (c.f. Merino, 2006), its
contentment with aspirational statements, its inherent voluntarism (these factors contrast the Global Compact
with comparable initiatives that deal with corporate rights rather than responsibilities, such as World Trade
Association rules and the aborted Multilateral Agreement on Investment), and the failure to produce
significant (non-rhetorical) outcomes (see Bakan, 2004; Bailey, Harte and Sugden, 2000; Utting, 2007).
6Note that assessment strategies were considered as part of the overall learning and teaching in the subject,
and were constructively aligned to the curricular elements discussed in this paper (see Lucas, 2001).
Detailed consideration of specific assessment strategies is beyond the scope of this paper.
7Thus it does matter what you teach (c.f. Thomson and Bebbington, 2004).
8Some students’ responses encompassed both areas.
9Ferguson, Collison, Power and Stevenson (2005) found that the interests of shareholders and management
dominated accounting texts. Heavy reliance on prescribed textbooks constrains the conception of appro-
priate accounting knowledge and diminishes the educational space for critical analysis of extant theory
and practice (Brown and Guilding, 1993a). Ferguson et al. (2005, p. 42) concluded that ‘accounting aca-
demics must resist the single perspective presented in textbooks . . . and provide alternative perspectives’ in
order to develop critical thinkers and active independent learners.
10Since this approach worked well, at the end of the semester a decision was taken to increase class contact
time for the next offering of the subject to four (2 × 2) hours per week, providing extra time for discussion,
debate, and explanation.
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Appendix 1: Contents of Student Feedback Instrument
Learning Outcomes
(a) Did you like the team approach to teaching in this unit? Why or why not?
(b) Did this unit develop your awareness of the role of accounting in society? If so, how?
(c) Are the concepts and practices of accounting applied in [this subject] different to
those taught in other accounting units which you have studied? If so, how are they
different?
Content of Unit
(d) Which of the topics did you find the most interesting, and why?
Assessment Tasks
(e) What skills did you get by doing the assessment tasks in this unit?
(f) Did you find the feedback from the assessment tasks useful? Why or why not?
General
(g) What changes can we make to improve the unit?
Appendix 2: Topic and Resource List
. Theories and Concepts for Social and Critical Perspectives on Accounting
Berger and Luckmann (1984, ch 1); Hines (1988); Miller (1994); Crotty (1998, chs. 3, 6
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and 7); Hines (1989); Chua (1996); Richardson (1987); Catchpowle, Cooper and Wright
(2004).
. Sustainability Accounting, Environmental Accounting, Corporate Social Responsibility
Hopwood, Mellor and O’Brien (2005); Tregidga and Milne (2006); O’Dwyer, Unerman
and Hession (2005); Owen, Swift, Humphrey and Bowerman (2000); Unerman and
Bennett (2004).
. Accounting and Crime
Charles (2006); Financial Action Task Force (Financial Action Task Force 2005: Part
I); Wright (2006, ch. 3).
. Accounting and Imperialism
Annisette (2004); Bush and Maltby (2004); Neu (2000).
. Accounting and Indigenous Peoples
Chew and Greer (1997); Ivanitz and McPhail (2003); Neu and Therrien (2003, ch. 8);
Neu (2000).
. Accounting and Neoliberal Government(ality)
Dean (1999, ch. 1); Bush and Maltby (2004); Neu (2000).
. The Intersection between Globalisation and Accounting
Graham and Neu (2003); Boyce (2002); Cooper, Neu and Lehman (2003); Everett
(2003); Boyce (2008).
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